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Abstract
The primary purpose of this study was to investigate teacher candidates' attitude
and knowledge level toward the adequacy of their teacher training for meeting the needs
of a diversified school population and to make recommendations for any restructuring in
a University teacher training program. A survey research method using a convenience
sample size of (N = 240) was used to collect data for this study. The sample of 240
participants included graduate and undergraduate teacher candidates who had completed
student teaching and alwnni from the last five years. A self-developed questionnaire with
35 Likert-type questions and four open-ended questions was used to collect data for this
study. Eighty-three percent of the 240 surveys were scorable, leaving 200 scorable
surveys.
One-way analysis of variance and Chi-square were used to analyze the
relationship between attitude, knowledge, and several demographic and experiential
variables such as ethnicity, clinical experience, level of education, and discipline of
specialization. Additionally, the open-ended questions were analyzed using themes and
inter-rater reliability. The hypotheses were tested using a significance level of .05. The
results showed that although the overall attitudes of teacher candidates toward a
diversified population was positive, they felt there was a need for additional training in
order to successfully teach a school population made up of students from various ethnic,
religious, and language backgrounds. The results of this study also clearly indicate there
is a need to offer more courses that better prepare teacher candidates to effectively teach a
population of students who come from increasingly diversified backgrounds.
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Teaching Today's Diverse Student Population in Schools
n

The Uited States is a diverse and pluralistic country with people of different
races, religions, languages, and traditions. This diversity will enrich the nation in various
ways. In addition to enriching the nation, diversity enhances the understanding and
acceptance of diverse populations. The increasing cultural mixture is more evident in
schools than anywhere else. In 2001, approximately 39% of students were non-White
and Hispanic; 61% were White, 17% were Black, 17% were Hispanic, 4% were
Asian/Pacific Islander, and 1% was American Indian/Alaskan Native (National Center for
Education Statistics, 2001). In the cities, however, more than 50% of the students are
from minorities (Wiggins & Follo, 1999). In addition, some authors estimate that by
2026, 70% of students will be non-White and Hispanic (Garcia, 1994). This minority
increase will enrich multicultural education and help introduce ideas that were not present
when the majority of the students were White (Sleeter, 2001).
Although the number of minority students is steadily rising, the diversity of our
teacher population has not kept pace with this expansion. In 2000, 85% of teachers were
middle class, white females from small counties (Ladson-Billings, 1995; Wiggins &
Follo, 1999). Nationally, only 13.5% of teachers are from minorities (National Center for
Education Statistics, 1996). In the cities, minority teachers increase to 25% (Wiggins &
Pollo, 1999). However, this does not compensate for more than 50% of cities' student
populations being minorities.
Instruction that is culturally relevant can only be delivered by teachers who are
sensitive to and possess an understanding of others' cultural norms (Ladson-Billings,
1994; Mohatt & Erickson's, 1981; Au & Jordan, 1981). However, Ladson-Billings
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(1991) found that pre-service teachers know little about diversity in the United States,
thus coining the term multicultural illiteracy. As a result, students are not receiving
instruction that is relevant to their various cultures. This, in turn, interferes with student
understanding and learning (Hollins, 1995).
Due to the imbalance of culturally diverse teachers and students, many attempts
have been made by teacher education programs to prepare more culturally diverse
teachers and more teachers with cultural awareness. In regards to more culturally diverse
teachers, teachers of color are typically more inclined to take multicultural education into
account and provide a multicultural curriculum to their students (Ladson-Billings, 1991;
Rios & Montecinos, 1999; Su, 1996, 1997). Unfortunately, one 1987 study revealed that
only 5% of post-secondary institutions are traditionally Black (Clark, 1987). According
to Boyer (1996) one way to increase cultural awareness is through multicultural education
at the post-secondary level. Unfortunately, most teacher preparation programs are
predominantly White and are slow to require multicultural education courses for their
students (Fuller, 1992). Regardless of this, many colleges and/or universities have made
attempts to prepare their pre-service teachers for teaching the diverse student populations
found in schools today.
School-wide Multicultural Education Principles
In 2005, the Multicultural Education Consensus Panel found that multicultural
education in all schools should be based around a set of values and/or principles. Banks,
Cookson, Gay, Hawley, Irvine, Nieto, Schofield, and Stephan (2005), the eight members
of the Multicultural Education Consensus Panel, developed twelve principles that are
grouped into five categories. These principles should be addressed in the education of
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students from diverse backgrounds. With the implementation of these principles, schools
can increase educational achievement and improve relations between cultural groups.
Also, the twelve principles can improve multicultural education and the benefits that
come from it (Banks et al., 2005). It is important to understand that the twelve principles
and categories overlap in some aspects. Considering and accepting the twelve principles
set by the Multicultural Education Consensus Panel is important due to the positive
effects on student achievement and relations.
Principle one falls into the category of teacher learning. It emphasized that post
secondary multicultural education is vital to the understanding of and interaction with
students from different cultures. Due to the increasing gap between culturally diverse
teachers and students, it is becoming more important for teachers to understand the
characteristics and attitudes of different cultures. With this extra knowledge, teachers
should be able to adjust and accommodate their instruction to meet the needs of culturally
diverse students. Instruction that is culturally relevant increases understanding, thus
increasing achievement (Banks et al., 2005).
Principles two, three, and four fall into the student-learning category. Principle
two refers to the necessity of all schools to provide each student with equal opportunities
and standards. This can be accomplished by looking at teacher quality, school safety,
engaged learning time, teacher-to-student ratio, curriculum, the avoidance of tracking and
biases based on past achievement, school resources and technology, and extracurricular
activities. With all of these factors appropriately in place, all students are given equal
opportunities. Principle three explains that school curriculum must explain how
knowledge is created within society. For example, the discovery of and movement into
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the Americas is usually taught from the perspective of European Americans. However,
African Americans view these explorations and conquests differently than Europeans due
to the use of slavery (Banks et al., 2005). Therefore, it is important for teachers to
explain that the views being taught are those of European Americans and that other
views, such as those of African Americans, may be quite different due to the
circumstances of the time. Principle four refers to the requirement that schools provide
extra-curricular and co-curricular activities to all students. The participation in these
activities increases achievement, reduces the dropout rates, and increases interracial
relations (Banks et al., 2005).
The next category, inter-group relations, refers to principles five through nine.
Principle five insists that significantly diverse groups promote multicultural relations.
Therefore, schools can assist multicultural relations through the formation of a variety of
groupings. For example, extracurricular activities, classroom groupings, and grade levels
are just a few types of groups that could promote multicultural relations. Inter- group
relations can further be improved through principle six, which requires that students learn
about the negative effects of stereotyping and biases. To reduce stereotyping and biases,
contact between groups must be allowed in various situations where individual diversity
can be seen in different contexts. Because almost all cultural groups share some common
values, principle seven stresses the importance of learning these values. With the
realization that all people have some common characteristics, understanding and
acceptance can be achieved. Principle eight states that social skills for interacting with
students from diverse backgrounds be taught. Specifically, students need to understand
that students who act differently are not necessarily enemies. Finally, principle nine
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emphasizes that diverse students be given the opportunity to interact socially in low
anxiety environments. Fear is one of the primary reasons for avoidance and prejudice.
Therefore, creating social situations in safe environments will increase the interaction and
acceptance of students from different back grounds (Banks et al., 2005).

School governance, organization, and equity, category four, includes principles
ten and eleven. Principle ten requests collaboration between school and community to
ensure that decision-making is shared throughout the community. Because school
philosophies are based on the surrounding community, it is important that the community
become involved in the decision-making processes. Public school funding falls into
principle eleven, which states that all public schools are to be funded equally, regardless
of their locations. Money increases academic supplies and learning materials, which have
been shown to improve student achievement (Banks et al., 2005).
The last category, assessment, includes principle twelve. This principle states that
cognitive and social skills should be assessed through a variety of culturally receptive
assessment tools. All assessments contain some cultural bias, which can inhibit some
students' assessment results. However, by using a wide array of formative and
summative evaluations, these biases can be reduced and often eliminated (Banks et al.,
2005). With these twelve principles in place, teachers may feel more prepared to work
with students from diverse back grounds. In addition, students will feel accepted and thus
become comfortable participating in school.

Teacher Education Methods
In order to fulfill principle one, post-secondary multicultural education must be
addressed. When multiculturalism began, simple courses dealing with diversity and
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cultural differences were offered. The strategies used in multicultural education courses
include the writing of autobiographies (C. Clark & Medina, 2000; Florio-Ruane, 1994;
Xu, 2000), pen pals from diverse areas (Fuller & Ahler, 1987), unequal opportunity
simulations (Frykholm, 1997), explanations of the White privilege (Lawrence, 1997;
Lawrence & Bunche, 1996), and in-class debates (Marshall, 1998). Although one would
assume that multicultural education would provide better teachers for diverse students,
multicultural education often teaches stereotypes and generalizations that are
inappropriate (McDiarmid, 1992). McDiarmid gathered this information through
interviews of pre-service teachers who had received lecture-style coursework. In
addition, research shows that multicultural education courses are ineffective in changing
pre-service teacher beliefs about cultural issues (Deering & Stanutz, 1995; Goodwin,
1997; McDiarmid & Price, 1993; Xu, 2000) and that these courses do not increase
instruction that is culturally relevant (Goodwin, 1997; Guillaume, Zuniga-Hill, & Yee,
1995; Zeichner, Grant, Gay, Gillette, Valli, & Villegas, 1998; Xu, 2000). Due to these
problems with multicultural education courses that stand alone, alternatives have been
proposed.
Placing pre-service teachers in diverse schools for field experiences and student
teaching, accompanied by multicultural education courses, often increases teacher
trainees' abilities to teach diverse populations (Bennett, 1995; Colville-Hall, MacDonald,
& Smolen, 1995; Vavrus, 1994). Teachers who have students from diverse backgrounds
use more multicultural curriculum, which reflects the effectiveness of diverse field
placements (Sleeter, 2001). However, the courses provide the knowledge base and
interpretation skills for the field experience (Fry & McKinney, 1997; Narode, Rennie-
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Hill, & Peterson, 1994; Olmedo, 1997; Ross & Smith, 1992; Sleeter, 1999), while the
field experiences provide cultural awareness and the affirmation or elimination of
personal stereotypes (Aaronsohn, Carter, & Howell, 1995; Barton, 1999; Boyle-Baise &
Sleeter, 2000; Bullock, 1997; Lazar, 1998; Murtadha-Watts, 1998; Rodriguez, 1998).

Multicultural Models for Preparing Pre-Service Teachers
Studies by Haberman and Post, 1992; Reed, 1993 and Wiggins and Follo, 1999
showed that providing both multicultural courses and field exposure does not sufficiently
prepare pre-service teacher trainees for teaching students from diverse backgrounds. As
with multicultural education courses alone, this method of multicultural education for
pre-service teachers has one major drawback. Many pre-service teachers go into the field
experiences looking at their students through lenses clouded with the preconceived
stereotypes they bring with them about students of color and/or low socio-economic
status (Haberman & Post, 1992; Reed, 1993; Wiggins & Folio, 1999). Therefore, in
some cases, the multicultural education courses and/or field placements do not overpower
the misconceptions of the pre-service teachers. In addition, some field placements
convince pre-service teachers that teaching culturally diverse students is not for them
(Wiggins & Folio, 1999), especially if the modeling teacher himself/herself is not aware
of cultural diversity. Finally, experience in field placements does not ensure cultural
understanding and does not ensure that all pre-service teachers will feel comfortable
teaching culturally diverse students. For these reason, another final alternative should be
discussed.
Research by Mahan (1982) and Wiest (1998) stated that multicultural education
can be effective by submerging pre-service teachers in diverse communities. Sleeter
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(2001) defined this as community-based cross-cultural immersion experiences. This type
of program requires students to live in culturally diverse communities while they learn to
be teachers. People in the community and the students in these types of programs often
become the primary source of multicultural education (Mahan & Stachowski, 1993-1994;
Stachowski & Mahan, 1998; Yeo, 1997). Also, submersion into these communities gives
pre-service teachers the experience of being in the minority, not knowing how to act and
not having the comfort of being in the cultural norm (Sleeter, 2001). Regardless of the
multicultural education method, the focus should always be the proper preparation of pre
service teachers for teaching culturally diverse students.
Multicultural courses alone, multicultural courses with field experience, and
submersion in a diverse community all have relevant benefits and drawbacks. Therefore,
teacher preparation programs have made numerous attempts to improve their
multicultural education programs. Most of these attempts are in the form of multicultural
models of teacher education. Each model contains ideas and concepts that have proven
effective in some settings. It is important to understand each model and how it works, in
addition to understanding the results and implications of each one.
ABC Model. One model for preparing pre-service teachers to work with diverse

students is known as the ABC's Model (Schmidt, 1998a, 1998b, 1999). In this model,
"A" meaning autobiography, "B" stands for biography, and "C" means cross-cultural
analysis (Schmidt, 1999). This model begins by a person familiarizing himself/herself
with his/her own cultural background through the writing of an autobiography. After this
understanding has occurred, a person can begin to comprehend other cultural
backgrounds (Banks, 1994; Zeichner, 1993). Next, a biography of a student from a

Diverse Students 13

different cultural background is written. This information can be obtained through
interviews with the student and conversations with the student's other teachers (Spradley,
1979). Finally, a cross-cultural analysis has to be completed to find the similarities and
differences between the pre-service teacher autobiography and the student biography
(Spindler & Spindler, 1987). This information provides data about diverse cultures for
the pre-service teachers to use as they begin teaching.
The ABC's Model has produced many positive effects on teachers. Teachers who
completed this model exhibited more sensitivity to their diverse students and they began
to adjust their classroom instruction to better meet the needs of their diverse students.
Collecting information through the ABC Model provides a more in depth understanding
of diversity than that collected from only the student's file. Perhaps most importantly, the
ABC's Model forces many teachers to realize that they had misconceptions about
students from certain cultures. Through this realization, many teachers were able to
challenge and dismiss their preconceived notions (Xu, 2000), enhancing their ability to
teach diverse students.

Issues Exchange Model. Another model of multicultural education used in post
secondary institutions is Issues Exchange (Marshall, 1998). Marshall used this technique
in an attempt to get her students thinking about various cultural views in a safe
environment. The program did not begin immediately at the beginning of the semester.
Instead, the Issues Exchange began during week five. Before beginning, Marshall
introduced multicultural issues and her students discussed approaches to multicultural
education. These approaches included ideas like Banks' (1993) five dimensions of
multicultural education: content integration, knowledge construction, prejudice reduction,
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equity pedagogy, and empowering school culture. Content integration refers to the use of
different examples of cultural concepts and theories; knowledge construction refers to
understanding the current basis for our knowledge; prejudice reduction is the elimination
of prejudices and the introduction of culturally appropriate attitudes; equity pedagogy is
the use a various culturally relevant instructional techniques to ensure student success,
and empowering school culture refers to ensuring that all students have an equal
opportunity in school (Banks, 1993). Banks' five dimensions can also be found in the
twelve principles discussed above. With an understanding of these dimensions, students
can begin to anticipate Issues Exchange.
Issues Exchange begins during the fifth week of the semester. Through the
process oflssues Exchange, issues can be presented as questions and each member of a
pair can be assigned an opposing position to reply to the question. The assigned positions
are chosen after the teacher reflects on written assignments and discussions up to week
five. For example, if a student had an "anti"-response to a previous assignment or
discussion, the "pro" -response on a similar issue would be assigned to that student for an
Issues Exchange. This would push the student to challenge his/her current beliefs. The
response discussions are then role-played in front of the class. Because the positions
being discussed are not necessarily the opinions of the students presenting them, the
students' personal beliefs are not open for assessment from other students, decreasing any
personal threats. After a class discussion on the Issues Exchange question, the students
are free to explain how they prepared for the role-play and how they truly felt about the
issue (Marshall, 1998).
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Issues Exchange can have many benefits for students who participate in such a
program. At the close of each semester, Marshall (1998) found that many students felt
that the process of Issues Exchange was the most educational part of the course. The
process oflssues Exchange creates the opportunity for pre-service students to learn about
different ideas and/or attitudes that fellow teachers and students may have. Issues
Exchange also hopes to ease discussions of race related issues, which are often avoided
for fear of upsetting people from different cultures. Finally, Issues Exchange provides the
opportunity for students to take a perspective on complex issues (Marshall, 1998). With
these skills, teachers will participate more effectively in multicultural school settings.
Both the ABC's Model and Issues Exchange have many positive outcomes for
pre-service student teachers who wish to enhance their knowledge of multicultural issues.
There are also other pre-service multicultural models used at various universities and/or
colleges that have provided appropriate education in this area. However, not enough
universities and/or colleges are providing such courses.
Statement ofPurpose

Results of several surveys/questionnaires have shown that our teachers are not
adequately prepared to work with the diverse populations found in schools today.
Therefore, the purpose of this study is to investigate how teacher trainees in the pre
service program at Longwood University feel about their ability to work with students
from diverse backgrounds. More specifically, this study will address the following
questions:
1. Are there differences in teacher candidate attitudes based on their current status,
major (discipline), and/or the grade level being taught?

Diverse Students 16

2. How do teaching experience, major (discipline), clinical experience, student
status, and/or grade level being taught affect the need for additional training?
3. How do teaching experience and major (discipline) affect the need for language
training?
4. How do teaching experience, major (discipline), and student status affect attitudes
towards students with disabilities?
5. Is there a difference in knowledge about non-traditional students based on
teaching status, major (discipline), and clinical experience?
6. What is the knowledge level of the teacher candidates about racial backgrounds
and socio-economic backgrounds based on their clinical experience and major
(discipline)?

Research Design and Methodology
A survey research method using a convenience sampling method was used to
collect data for this survey. The sample consisted of students in the final year of their
regular education and special education programs, all graduate students enrolled in the
Literacy and Culture program, special education curriculum and instruction specialists,
and alumni of these programs in the last five years. The alumni were selected using a
random sampling method. Thus the total number of subjects included 224 participants.

Description ofInstruments
A self-developed questionnaire titled Are You Prepared to Teach a Diverse
Population? was used. The questionnaire contained thirty-five Likert type questions in
Part I, seven demographic and experiential variable items in Part II, and four open ended
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questions in Part III. The survey respondents rated each item on the Likert scale using a
five-point scale:
4-Strongly Agree
3-Agree
2-Disagree
1 - Strongly Disagree
0-Do not know
The questions on part I included the respondents feelings about the courses
offered at Longwood University and sought their feelings about how well these courses
covered issues on ethnicity, language backgrounds, race, and religious backgrounds.
The questions were divided into three categories and then checked using inter
rater reliability: attitude, knowledge, and training. Questions 1 through 14 and 20 were
included in the attitude category. The attitude category included questions relating the
respondents' replies to their attitudes about working with students from diverse
backgrounds. Using the above Likert scale, the highest total score possible from those 15
questions would be 60, while the lowest would be a total of zero. Questions 15 through
19, 34, and 35 contained questions from the knowledge category. The knowledge
category included questions related to the respondents' knowledge of teaching students
from diverse backgrounds. The knowledge category included 7 questions. The highest
total score possible for the knowledge category was 28 and again the lowest score was
zero. Finally, questions 21 through 33 were included in the training category. This
category allowed the respondents to relay how Longwood University prepares pre-service
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teachers for working with students from diverse populations. This category included 13
questions, producing a high score of 52 and a low score of zero.
Part II of the questionnaire contained demographic and experiential variables,
such as gender, ethnicity, religion, and ethnic experience. The open-ended questions in
Part III contained questions on how the participants defined diversity, a description of
Longwood University's program in the respondent's words, any suggestions to improve
Longwood University's programs, and how Longwood University has helped students'
abilities to teach students from diverse backgrounds.

Pilot Study
In order to ensure the clarity of the questions, the survey was pilot tested among
15 graduate students enrolled in the final year of their regular education and special
education programs, graduate students enrolled in the Literacy and Culture program, and
special education curriculum and instruction specialists. These participants were found
using a random sampling method. The responses from the survey were considered and
appropriate changes were made. In addition, none of the students in the pilot study were
included in the results.

Procedure
A copy of "Are You Prepared to Teach a Diverse Population?" as well as a cover
letter describing the purpose of the study was given to one-hundred forty-three current
students, both graduate and undergraduate students who had completed and returned from
their student teaching (See Appendix). Additionally, 100 questionnaires were mailed to
alumni. The surveys sent to alumni included a self-addressed return envelope with a
request to return the completed surveys in ten days. Of the one hundred thirty nine
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surveys given to the undergraduate students, eleven of the questionnaires were
incomplete; which gave a total of one hundred twenty eight completed surveys. Also, of
the 100 surveys sent to Longwood University alumni, thirteen were returned to
Longwood University due to incorrect addresses and only 75 of the alumni surveys were
returned and completed.
Analysis ofData
The data were analyzed using both descriptive and inferential statistics. The
significance level used was .05. One-way analysis of variance and Chi square were used
to analyze the data.
Results
The total number of surveys conducted included 240 ill = 240) participants. Of
the 100 questionnaires mailed to the alumni, thirteen were undeliverable and they were
thus returned because of unknown addresses. Of the 87 delivered mailed surveys, 75
surveys were completed and returned. Of the 143 surveys completed by the graduate
students and seniors on campus, 18 of the questionnaires were not scorable as more than
50% of the questions were not answered. Thus the total number of scorable surveys was
200 (83.30%). The frequencies and percentages for the demographic items in Part II of
the survey were calculated using descriptive statistics (see Table 1, Profile of
Respondents).
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Table 1

Profile ofRespondents
Variable

N

Percentage(%)

Gender
Male

20

10

Female

180

90

187

93

Hispanic

3

1.5

Black

4

2

Multiracial

1

.5

Other

3

1.5

Currently Enrolled

125

62.5

Not Enrolled

75

37.5

Senior

64

32.5

Graduate Student

60

30.5

Other

73

37.1

Ethnicity
White/Nonhispanic

Current Status

Student Status
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Table 1 (continued)

Profile ofRespondents
Variable

N

Percentage(%)

Major (Discipline)
Secondary Education

11

5.8

Elementary Education

75

39.5

Special Education

51

26.8

Other

53

27.9

Completed 1 Practicum

3

1.8

2 Practica

2

1.2

Partnership

1

.6

159

95.2

2

1.2

Yes

125

62.5

No

75

37.5

Preschool

80

64

Elementary

22

17.6

Middle

17

13.6

High

6

4.8

Clinical Experience

Student Teaching
Other
Currently Teaching

Grade Level Teaching
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Table 1 (continued)

Profile ofRespondents
Variable

N

Percentage (%)

Teaching Experience
1-3 Years

90

73.2

4-6 Years

18

14.6

7-9 Years

4

3.3

10-12 Years

5

4.1

13+ Years

6

4.9

Other

5

4.1

Rural

51

41.5

Town

9

7.3

Suburban

49

39.8

Urban

9

7.3

Other

5

4.1

Yes

185

94.4

No

11

5.6

Geographic Region

Students with Disabilities
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Testing the Hypotheses
Hypothesis 1: There is no difference in attitudes of teacher candidates based on their
student status.
Questions 1 through 14 and 20 assessed the attitudes. The total scores from questions 1
through 14 and 20 were computed and the mean difference was tested by a one-way
analysis of variance. The F value was found to be (F = .49, df = 2, 196). The critical
value was 3.04. Thus the hypothesis was retained (see Table 2, Total Attitude based on
Student Status)
Table 2
Total Attitude based on Student Status
Source

Mean

Sum of
Square

df

Square

E

Ecv

26.88

2

13.44

.49

3.04

Within Groups

5354.38

194

27.60

Total

5381.26

196

Between Groups

12> .05
Hypothesis 2: There is no difference in attitude based on the major (discipline).
This hypothesis was tested through a one-way analysis of variance. The F value was
found to be (F = .55, df = 3, 189). The critical value was 2.65 and the hypothesis was
retained (see Table 3, Total Attitude based on Major (Discipline)).
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Table 3

Total Attitude based on Major (Discipline)
Source

Mean

Sum of
Square

df

Square

44.54

3

14.85

Within Groups

5056.72

186

27.19

Total

5101.26

189

Between Groups

.E_cv
.55

2.65

Q> .05
Hypothesis 3: There is no difference in attitude based on the grade level teaching.
This hypothesis was tested using one-way analysis of variance. The F value was found to
be (F = 3.09, df = 3, 124). The critical value was 2.68. Therefore the null hypothesis of
no difference is rejected (see Table 4, Total Attitude based on Grade Level Teaching).
There is a difference in attitude based on the grade level of teaching. In order to isolate
the difference, a Dunnett T3 post hoc test was administered and found that elementary
school teachers had a more positive attitude than the other groups.
Table 4

Total Attitude based on Grade Level Teaching
Mean

Sum of
Source

Square

df

Square

E

.E_cv

Between Groups

236.86

3

78.95

3.09*

2.68

Within Groups

3094.34

121

25.57

Total

3331.20

124

n< .05
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Hypothesis 4: There is no difference in the need for additional training based on teaching
experience.
This hypothesis was tested by Chi-square and the obtained value was found to be 26.02,
df= 16, x2cv = 26.30, p > .05 (see Table 5, Relationship of Teaching Experience, Major
(Discipline), Clinical Experience, Student Status, and Grade Level Teaching with the
Desire for More Training by Chi-square). The hypothesis was retained because the
obtained value was less than the critical value at the selected degree of freedom and a .05
significance level.
Hypothesis 5: There is no difference in the need for additional training based on major
(discipline).
This hypothesis was tested through Chi-square and the obtained value was found to be
23.82, df = 12, x2cv = 21.03, p < .05 (see Table 5, Relationship of Teaching Experience,
Major (Discipline), Clinical Experience, Student Status, and Grade Level Teaching with
the Desire for More Training by Chi-square). The hypothesis was rejected because the
obtained value was more than the critical value at a .05 significance level. Analysis of
this hypothesis revealed that students in the secondary education program felt they did not
need more training, which confirms that this major also has the most negative attitude
towards students from diverse backgrounds. Following the secondary education majors
were the elementary education majors and then the special education majors.
Hypothesis 6: There is no difference in the need for additional training based on clinical
experience.
This hypothesis was tested through Chi-square and the obtained value was found to be
28.68, df = 16, x2cv = 26.30, p < .05 (see Table 5, Relationship of Teaching Experience,
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Major (Discipline), Clinical Experience, Student Status, and Grade Level Teaching with
the Desire for More Training by Chi-square). The hypothesis was rejected because the
obtained value was more than the critical value at a .05 significance level.
Hypothesis 7: There is no difference in the need for additional training based on student
status.
This hyp othesis was tested through Chi-square and the obtained value was found to be
17.34, df= 8, x2cv = 15.51, p < .05 (see Table 5, Relationship of Teaching Experience,
Major (Discipline), Clinical Experience, Student Status, and Grade Level Teaching with
the Desire for More Training by Chi-square). The hyp othesis was rejected because the
obtained value was more than the critical value at a .05 significance level.
Hypothesis 8: There is no difference in the need for additional training based on the
grade level being taught.
This hypothesis was tested through Chi-square and the obtained value was found to be
18.21, df= 12, x2cv = 21.03, p > .05 (see Table 5, Relationship of Teaching Experience,
Major (Discipline), Clinical Experience, Student Status, and Grade Level Teaching with
the Desire for More Training by Chi-square). The hypothesis was retained because the
obtained value was less than the critical value at a .05 significance level.
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Table 5
Relationship of Teaching Experience, Major (Discipline), Clinical Experience, Student
Status, and Grade Level Teaching with the Desire for More Training by Chi-square
Group

df

x

2
x cv

Teaching Experience

16

26.02

26.30

Major (Discipline)

12

23.81*

21.03

Clinical Experience

16

28.68*

26.30

Student Status

8

17.34*

15.51

Teaching Grade Level

12

18.21

21.03

2

12 = .05
HY)Jothesis 9: There is no difference in the need for language training based on teaching
experience.
Combined scores from questions 29 and 33 were used to test this hyp othesis. This
hypothesis was tested through Chi-square and the obtained value was found to be 47.65,
df = 32, x,2cv = 43,77, p < .05 (see Table 6, Relationship of Teaching Experience and
Major (Discipline) and Language Training by Chi-square). The hyp othesis was rejected
because the obtained value was more than the critical value at a .05 significance level.
HY)Jothesis 10: There is no difference in the need for language training based on major
(discipline).
This hypothesis was tested through Chi-square and the obtained value was found to be
37.03, df = 24, x,2cv = 36.42, p > .05 (see Table 6, Relationship of Teaching Experience
and Major (Discipline) and Language Training by Chi-square). The hypothesis was
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rejected because the obtained value was more than the critical value at a .05 significance
level.
Table 6
Relationship of Teaching Experience and Major (Discipline) and Language Training by
Chi-square
2

2
x cv

Group

df

x

Teaching Experience

32

47.65*

43.77

Major (Discipline)

24

37.03*

36.42

2 <.05
Hypothesis 11: There is no difference in teaching experience and teacher attitudes
towards students with disabilities.
This hypothesis was tested through Chi-square and the obtained value was found to be
50.78, df= 32, x,2cv = 43.77, p < .05 (see Table 7, Relationship of Teaching Experience,
Major (Discipline), and Student Status with Attitude Towards Students with Disabilities
by Chi-square). The hypothesis was rejected because the obtained value was more than
the critical value at a .05 significance level.
Hypothesis 12: There is no difference in major (discipline) and teacher attitudes towards
students with disabilities.
This hypothesis was tested through Chi-square and the obtained value was found to be
47.36 df = 24, x2cv = 36.42, p < .05 (see Table 7, Relationship of Teaching Experience,
Major (Discipline), and Student Status with Attitude Towards Students with Disabilities
by Chi-square). The hypothesis was rejected because the obtained value was more than
the critical value at a .05 significance level.
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Hypothesis 13: There is no difference in student status and teacher attitudes towards
students with disabilities.
This hypothesis was tested through Chi-square and the obtained value was found to be
.,2
34.45, df= 16, -x cv = 26.30, p <.05 (see Table 7, Relationship of Teaching Experience,
Major (Discipline), and Student Status with Attitude Towards Students with Disabilities
by Chi-square). The hypothesis was rejected because the obtained value was more than
the critical value at a .05 significance level.
Table 7
Relationship of Teaching Experience, Major (Discipline), and Student Status with
Attitude Towards Students with Disabilities by Chi-square
Group

df

Teaching Experience

32

50.78*

43.77

Major (Discipline)

24

47.36*

36.42

Student Status

16

34.45*

26.30

:g<.05
Hypothesis 14: There is no difference in knowledge about non-traditional students and
whether or not the respondent is currently teaching.
This hypothesis was tested through Chi-square and the obtained value was found to be
.,2
4.79, df= 6, ·x cv = 12.59, p > .05 (see Table 8, Relationship of knowledge about non
traditional students and whether or not the respondent is currently teaching, major, and
clinical experience by Chi-square). The hypothesis was retained because the obtained
value was less than the critical value at a .05 significance level.
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Hypothesis 15: There is no difference in knowledge about non-traditional students and
major (discipline).
This hypothesis was tested through Chi-square and the obtained value was found to be
25.37, df= 18, ·/cv = 28.87, p > .05 (see Table 8, Relationship of knowledge about non
traditional students and whether or not the respondent is currently teaching, major
(discipline), and clinical experience by Chi-square). The hypothesis was retained because
the obtained value was less than the critical value at a .05 significance level.
Hypothesis 16: There is no difference in knowledge about non-traditional students and
clinical experience.
This hypothesis was tested through Chi-square and the obtained value was found to be
14.84, df = 24, x2cv = 36.42, p > .05 (see Table 8, Relationship of knowledge about non
traditional students and whether or not the respondent is currently teaching, major
(discipline), and clinical experience by Chi-square). The hypothesis was retained because
the obtained value was less than the critical value at a .05 significance level.
Table 8
Relationship ofknowledge about non-traditional students and whether or not the
respondent is currently teaching, major (discipline), and clinical experience by Chis uare
Group

df

2
x

2
x cv

Currently Teaching

6

4.79

12.59

Major (Discipline)

18

25.37

28.87

Clinical Experience

24

14.84

36.42

p> .05
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Hypothesis 17: There is no relationship between knowledge of socio-economic
differences in education based on the major (discipline).
This hypothesis was tested through Chi-square and the obtained value was found to be
9.85, df = 21, x2cv = 32.67, p > .05 (see Table 9, Relationship of Knowledge about
Socio-economic Differences and Racial Differences with Major (Discipline) by Chi
square ). The hypothesis was retained because the obtained value was less than the critical
value at a .05 significance level.
Hypothesis 18: There is no relationship between knowledge of racial differences in
education based on major (discipline).
This hypothesis was tested through Chi-square and the obtained value was found to be
36.07, df= 42, x2cv = 43.77, p > .05 (see Table 9, Relationship of Knowledge about
Socio-economic Differences and Racial Differences with Major (Discipline) by Chi
square). The hypothesis was retained because the obtained value was less than the critical
value at a .05 significance level.
Table 9

Relationship of Knowledge about Socio-economic Differences and Racial Differences
with Maior (Discipline) by Chi-square
Group

df

Socio-Economic

21

9.85

32.67

Race

42

36.07

43.77

p> .05
Hypothesis 19: There is no relationship between clinical experience and knowledge
about racial differences in education.

Diverse Students 32

This hypothesis was tested through Chi-square and the obtained value was found to be
32.56, df = 52, x2cv = 43.77, p > .05 (see Table 10, Relationship of Clinical Experience
and Knowledge about Racial Differences by Chi-square). The hypothesis was retained
because the obtained value was less than the critical value at a .05 significance level.
Table 10
f

Relationship o Clinical Experience and Knowledge about Racial Differences by Chis uare
Group

df

Clinical Experience

52

32.56

43.77

p > .05
Qualitative Analysis
Using qualitative analysis, the four open-ended response questions were reviewed
for themes by examining the statements made by participants. Once the themes were
established, a University professor re-categorized the statements by themes to ensure
inter-rater reliability. To calculate inter-rater reliability, the total number of matching
responses for each question was divided by the total number of responses and the total
number of non-matching responses were divided by the total number of responses. The
same process was then done to each individual theme. There were eighty-nine total
responses that were chosen by a simple random sampling method without looking at the
responses or information first. The qualitative analysis revealed some interesting results.
All results are based on the following four questions:
l .How would you define diversity?

Diverse Students 33

2.How would you describe the adequacy of the teacher education courses at your
University in preparing you to teach students from diverse backgrounds? Use
additional paper if you need.
3. What suggestions do you have that could improve the program at your
University to better prepare you to teach students from diverse backgrounds?
4.What educational practices at your College or University have contributed to
your ability to teach students from diverse backgrounds?
Using random selection, six of the responses to question one were chosen to find a
common theme in the participant responses. From the responses, the theme for question
one becomes apparent; the respondents all view diversity as differences. Examples of
question one theme, differences, can be seen in Table 11, Open-Ended Questions Question One. In addition, most of the respondents identified key aspects of diversity,
such as religion, race, economic status, and cultural differences.
There were thirty-four randomly selected responses to question two and these
responses were categorized according to themes. Inter rater reliability was established by
two different raters. This gives question two an overall inter-rater reliability of 79% of
the same responses. However, of the thirty-four responses, a University professor did not
agree with seven responses, giving question two an overall 21 % error rate. The first
theme included those respondents who felt that the adequacy of the teacher preparation
program depended on which aspect of diversity is being examined, such as race, culture,
disability, or religion. This theme included seven of the thirty-four evaluated responses.
Using inter-rater reliability for theme one, 71% of the responses were the same and 29%
of the responses were different. The second theme for question two included those who
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felt that the teacher preparation program clearly prepared pre-service teachers to work
with students from diverse backgrounds. Theme two included nine of the thirty-four
responses. For theme two, 100% of the responses were the same using inter-rater
reliability. The third qualitative theme included those respondents who felt that program
adequacy was dependent on course, program, or level of study. Ten of the thirty-four
evaluated responses fell into theme three. Fifty-five percent of the responses for theme
three were categorized the same by the two raters and 45% were different. Finally, the
fourth theme for question two included eight respondents who did not feel that the teacher
preparation course at their University prepared them to work with students from diverse
backgrounds. Eighty-eight percent of the responses for theme four were categorized in
the same way by the two raters and only 12% were different. An example of each theme
for question two is included in Table 11, Open-Ended Questions- Question Two.
Thirty-one responses were evaluated for question three. From these responses, three
themes were found: classes, experience, and specific suggestions for content or
assignments within already existing courses. Theme one, classes, included fourteen of
the thirty-one responses. Seventy-nine percent of the responses for question three, theme
one were the same using inter-rater reliability while only 21% were different. The
experience theme only included two of the thirty-one evaluated responses. The
experience theme had 100% inter-rater reliability. Finally, the specific suggestions theme
included fifteen of the thirty-one responses. Only 60% of the responses for the specific
suggestions theme were categorized the same by the raters and 40% were categorized
differently. For samples of each theme see Table 11, Open-Ended Questions - Question
Three. Of the responses, many of them suggested universities increase exposure to
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specific aspects of diversity, such as African American culture and students with
disabilities. Of the thirty-one responses, a University professor agreed that 22 responses
were in the proper theme categories. This gives question three an inter-rater reliability of
71%. However, of the thirty-one responses, a University professor did not agree with 9
responses, giving question three a 29% error rate.
Eighteen responses to question four were then qualitatively analyzed. Three themes
could be found. Theme one for question four regarded field experience as the most useful
University activity. Using inter-rater reliability, 75% of the responses for theme one were
the same while only 25% were different. Theme two regarded specific faculty as the
most useful University activity. One hundred percent of the responses for this theme
were the same after inter-rater reliability was established. The largest theme, theme three,
found that specific courses and/or programs were the most useful University activity. As
with theme one, the specific courses and/or programs theme had 75% inter-rater
reliability and only 25% of the responses were different. However, themes one and two
for question four only included six of the eighteen responses, while theme three contained
twelve of the eighteen responses. Examples of each theme can be seen in Table 11,
Open-Ended Questions- Question Four. Of the eighteen responses, a University
professor agreed that 12 responses were in the proper theme categories. This gives
question four an overall inter-rater reliability of 67%. However, of the eighteen
responses, a University professor did not agree with 4 responses, giving question four a
22% error rate.
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Table 11
Open-Ended Questions
Question

Theme

Question One

Differences

Responses
Diversity is the differences among
people.

Question Two

Aspect of Diversity

Longwood recognized students with
disabilities, but did not recognize race
and culture very much.
I don't feel that I have been given a
lot of preparation for dealing with
religious differences.

Clearly prepared

The courses here at Longwood have
been very beneficial.

Course/Program/Level
Dependent

I feel that the Special Education
program has done an excellent job in
preparing us for diversity.
The only course that has helped me
is literacy and culture.
Undergraduate = Not Very Well and
Graduate = Excellent

Not Prepared

I do not think that we, as students,
are getting all that we can.

Diverse Students 37

Table 11 (Continued)

Open-Ended Questions
Question

Theme

Question Three

Classes

Responses
A course offered to directly address
various teaching techniques for
diverse backgrounds.

Experience

There's no way to really prepare us.
Only experience can prepare us.

Specific Suggestions

Provide alternate educational
materials to aid in the education of a
diverse population.

Question Four

Field Experience

Practicing planning and teaching for
students with varied approaches to
learning.

Faculty

Teaching styles of professors and
professor diversity.
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Table 11 (Continued)
Open-Ended Questions
Question

Theme

Responses

Specific Courses/Programs

The courses that teach language
differences and others that talk about
other cultures. Awareness of these is
very helpful and good to think about
when in the teaching world.
The special education program
provided a wonderful outlook at so
many disabilities that it has greatly
helped my teaching and teaching
strategies.

Discussion
The purpose of this study was to investigate how pre-service teacher trainees at
Longwood University felt about the way they are prepared to work with students from
diverse backgrounds. Several aspects such as overall attitude, overall knowledge,
competency to teach students from various ethnic, religious, and language backgrounds,
and the adequacy of the Longwood teacher education pro gram were investigated. Both
Likert type questions and open-ended questions were included and these were analyzed
using both quantitative and qualitative analyses.
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The hypotheses addressing the attitude of teacher candidates toward diversity
showed that there was no significant difference in attitude of the teacher candidates based
on the number of years at their educational level at the university nor their major field of
study. The study by Boyer (1996) emphasized that exposure to multicultural education
was the best method to increase cultural awareness. By comparing this data with the
qualitative analysis it is confirmed that some of the respondents do not feel they are
getting all that they can. Thus the findings of our study raise the question whether or not
Longwood is effectively helping its pre-service students improve their attitudes about
working with diverse student populations. The hypothesis testing the attitude of teachers
toward diversity based on the grade level of their teaching revealed that teachers in the
elementary school level had a more favorable attitude, which was followed by middle
school and then high school. It also showed that the difference between the elementary
and high school teachers was significant. One plausible explanation for this difference
would be that teacher trainees at the elementary level had a comparatively higher level of
exposure to diversity through both their theoretical and practical exposures. This finding
is consistent with the results of Deering and Stanutz (1995), Goodwin (1970), and Xu
(2000).
The hyp otheses regarding additional training based on teaching experience and
grade level being taught revealed no statistical significance. However, the hypotheses
comparing additional training to major (discipline), clinical experience, and student status
revealed significant differences. Further examination of additional training in terms of
major (discipline) determined that students in the elementary education program felt more
prepared to work with diverse student populations. However, the population sizes were
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unequal. Therefore, in order to improve the generalization of the results of this study, the
study would have to be replicated with equally-sized groups. Closer examination of the
hypotheses involving additional training and clinical experience determined that those
pre-service students who had completed student teaching felt they needed more training
for working with students from diverse backgrounds. This confirms studies by Haberman
and Post, 1992; Reed, 1993 and Wiggins and Follo, 1999 that showed that providing both
multicultural courses and field exposure does not sufficiently prepare pre-service teacher
trainees for teaching students from diverse backgrounds. After returning from student
teaching, pre-service teachers realize that they have not had enough exposure to students
from diverse backgrounds. Therefore, how can Longwood University improve its pre
service teacher education programs to improve student knowledge for working with
diverse populations prior to student teaching? Qualitative analysis revealed that many
students suggest offering a course in multicultural education. In terms of student status,
of the one hundred and ninety seven respondents who were seniors, graduate students,
and other students, one hundred and sixty-five (84%) would be happy to receive
additional training. However, graduate students felt it most necessary to have additional
training (90%), followed by seniors (87.5%) and then other students (75%). This is not
consistent with the qualitative data, which found that the graduate program adequately
prepared students for working with diverse populations, while the undergraduate program
did not.
Both of the hypotheses that addressed training for teaching students from
diverse backgrounds based on teaching experience and major (discipline) showed
statistical significances. Teachers who had only been teaching for 1-3 years and
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elementary education majors felt that training for teaching diverse students would be very
beneficial. By looking at the qualitative data, it can be seen that Longwood students
request more language training, especially training for ESL students. Therefore, should
Longwood be requiring their pre-service teachers to take language courses? Fry and
McKinney (1997), Narode, Rennie-Hill, and Peterson (1994), Olmedo (1997), Ross and
Smith (1992), and Sleeter (1999) would argue that the courses provide the knowledge
base and interpretation skills for the field experience, making language courses a vital
part of the teacher education programs.
This research also revealed that teaching experience, major (discipline), and
student status have a great impact on teacher attitudes towards students with disabilities.
Teachers who have only been teaching for 1-3 years felt more prepared to work with
students with disabilities and the students who are special education majors feel most
prepared to work with students with disabilities. Elementary education was the next. By
looking at the qualitative data, this can be confirmed through statements about the
adequacy of the special education department. Seniors also show the most positive
attitude towards students with disabilities. However, Longwood may wish to investigate
new ways to improve all students' attitudes about students with disabilities.
Teaching status, major (discipline), and clinical experience did not have any
statistically significant differences from knowledge about non-traditional students. This
information showed that Longwood is providing all of their students equal exposure to
non-traditional students. These findings contradict Ladson-Billings (1991) research that
found that pre-service teachers know little about diversity in the United States.
Therefore, is Longwood offering its students sufficient exposure to non-traditional
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students? The qualitative data analysis suggested that many respondents felt Longwood
is, in fact, providing sufficient knowledge of non-traditional students to pre-service
teachers.
The fin al three hypotheses hoped to find relationships between socio-economic
differences and major (discipline), racial differences and major (discipline), and clinical
experience and knowledge about racial differences. However, all three hypotheses were
retained, meaning there were no statistically significant differences between socio
economic differences and major (discipline), racial differences and major (discipline),
and clinical experience and knowledge about racial differences.
Through both quantitative and qualitative data analysis, this research investigated
how pre-service teacher trainees at Longwood University felt about the way they are
prepared to work with students from diverse backgrounds. With the results of the study,
Longwood will be able to continue to improve the practices that contribute effectively to
multi-cultural education. Because instruction that is culturally relevant increases
understanding (Banks et al., 2005), Longwood will increase the achievement of students
who have the advantage of having a teacher who graduated from Longwood University.

Limitations of the Study
The sample from this study was only Longwood students or alumni and thus it
may limit the generalization of the results of this study. Also, although the questionnaire
was pilot tested before the administration, some problems were encountered during the
data analyses due to the survey being self-constructed. For example, some of the
hypotheses involved the analysis of more than one Likert-type question, making the
results vary from 0-8 rather than 0-4. Therefore, there may be some duplication of the
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percentages of respondents based on their teaching status and graduate or undergraduate
level status. In addition, the method of establishing the reliability for the themes of the
qualitative data may have some inadequacies. For some themes there was an
inconsistency of as much as 25% to 33.3% reliability among the raters. Due to this, we
cannot be certain that these themes are really valid.
Recommendations
In order to improve the generalization of the results of this study, this study needs
to be replicated with a sample including participants from other universities. Prior to
doing so, however, the questionnaire should be revised to ensure proper data analysis.
Also, the population sizes for each group should be of equal size in order to improve the
validity of this study. In terms of Longwood's teacher preparation program, course
content and program structure should be reviewed to find more ways to integrate diversity
education into the knowledge base prior to student teaching. Also, with this information,
students' attitudes towards students from diverse backgrounds may improve.
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Appendix A
Survey for Students and Alumni
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How Well Are You Prepared to Teach A Diverse Population?
Part I.
Directions: For questions I through 34, please circle the extent to which you agree or disagree with
the question. There are no right or wrong answers.
Please circle the option that best expresses how you feel about each question.

Strongly
Agree

Agree

Disagree

Strongly
Disagree

Do
not
know

1. You need to be a minority to really understand.

4

3

2

0

4

3

2

0

4

3

2

4

3

2

5. Asian students are taking away the privileges white
students have.

4

3

2

6. I do not like interacting with people from a socioeconomic status lower than mine.

4

3

2

7. I am uncomfortable with people speaking languages
other than English.

4

3

2

8. I am uncomfortable with people speaking English
with a foreign accent.

4

3

2

9. White people are always changing rules to their
advantage.

4

3

2

10. I feel uncomfortable interacting with parents of
children from ethnic backgrounds different from mine.

4

3

2

I 1. I feel uncomfortable interacting with parents of
children from religious backgrounds different from
mine.

4

3

2

1

0

12. Children with mental retardation, and behavioral
disorders should not be "included" in general
education classrooms.

4

3

2

I

0

2. Nobody cares about race anymore.
3. My friends will not accept me ifl hang out with
black people.
4. Blacks are always using race to gain an advantage.

1

0
0

I

0
0

I

0
0

I

0
0
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13. I do not mind having students with disabilities in
my classroom as long as they do not cause any
problems in the classroom.

4

3

2

1

0

4

3

2

1

0

15. Students with different ethnic backgrounds may
respond to instructional styles differently.

4

3

2

1

0

16. Students with different religious beliefs may
respond to classroom activities differently.

4

3

2

1

0

17. Students from different ethnic backgrounds will
respond better to teachers ofthe same ethnic
background.

4

3

2

0

18. Students from a diverse background will respond
differently to the way they are assessed for their
mastery of knowledge.

4

3

2

0

19. Students respond to teaching styles based on their
socio-economic background.

4

3

2

1

0

20. Second language speakers always will have a
difficult time in catching up with the rest ofthe class.

4

3

2

1

0

4

3

2

1

0

22. My courses at this university have prepared me to
teach students with varying types ofdisabilities.

4

3

2

1

0

23. I feel prepared to teach students with varying
educational needs based on their racial differences.

4

3

2

1

0

4

3

2

0

4

3

2

0

26.My professional education courses have prepared
me to teach students from different religious
backgrounds effectively.

4

3

2

0

27. My professional education courses have prepared
me to communicate with parents ofstudents from
different ethnic backgrounds effectively.

4

3

2

0

14. White students have few discipline problems.

21. My courses at this university have prepared me
with techniques for teaching students from different
racial backgrounds.

24. My professional education courses have made me
aware ofthe advantage ofa culturally diverse
population in schools in the U.S.A.
25. My professional education courses have prepared
me to accept students from diverse backgrounds.

Diverse Students 54

28. My professional education courses have prepared
me to communicate with parents of students from
different religious backgrounds effectively.

4

3

2

29 .My professional education courses have prepared
me to communicate with parents of students from
different language backgrounds effectively.

4

3

2

30. My professional education courses have prepared
me to communicate with parents of students with
disabilities effectively.

4

3

2

31. My professional education courses have given me
the ability to locate and evaluate instructional materials
that meet the needs of diverse student populations.

4

3

2

32. My professional education courses have prepared
me to assess the perfonnance of students from diverse
backgrounds effectively.

4

3

2

4

3

2

1

0

34. It is important to consider a child/youth's family
configuration (adoptive, foster, non-traditional, etc.)
when discussing issues related to family.

4

3

2

1

0

35. It is important to consider a child/youth's family
configuration (adoptive, foster, non-traditional, etc.)
when assigning projects.

4

3

2

33. I would like to receive more training in ways to
teach students from diverse backgrounds.

Part II. Demographics

Directions: Please circle the response most appropriate for you.
Please Circle the most appropriate option.
I. Gender
a. Male
b. Female

2. How would you describe your ethnicity?
a. White, Non-Hispanic
b. Hispanic
c. Black
d. Asian
e. Multiracial
f. Other ________
3. Are you currently enrolled as a student at Longwood?
a. Yes
b. No
4. If your answer is 'Yes' to question number 3, what is your current status at Longwood?

0

1

0

0

1

0

0

0
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a. Junior
b. Senior
c. Graduate student
5. Your major
a. Secondary education
b. Elementary education
c. Special education
d. Other (Specify) ___
6. Clinical experience (Field placement)
a. Completed one practicum
b. Completed two practica
c. Completed partnership program
d. Completed student teaching
7. Are you currently employed as a teacher?
a. Yes
b. No
If yes, please answer questions A through C below.

A. What grade level do you teach?
a.
b.
c.
d.

Preschool
Elementary
Middle
High school

B. How long have you been teaching?
a. 1-3 years
b. 4-6 years
c. 2-9 years
d. 10- 12 years
e. 13+
C. The geographical region of the school where you are teaching?
a. Rural
b. Town (Less than I 0,000)
c. Suburban
d. Urban (City)
f. Other (Specify) ____
8. What was the racial composition of the most recent classroom in which you taught/worked?
(Check all appropriate options and give an estimate of the proportion.)
a. White ____%
b Black ____%
c. Hispanic ____%
d. Asian ____%
e. Other (Specify) _____%
9. What was the religious background of the students in the most recent classroom in which you
taught/worked? (Check all appropriate options and give an estimate of the proportion.)
a. Christian ____%
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b. Jewish ____%
c. Muslim ____%
d. Hindu ____%
f. Other (Specify) ____ %
10. Have you had students with disabilities in the classroom/s in which you taught/worked?
a. Yes
b.No
11. If your answer is 'Yes' to the question above, what disability/disabilities were represented? (Check all
appropriate options and give an estimate of the proportion of the total group.)
a. Leaming disability ____%
b. Mental retardation____¾
c. Emotional/Behavioral disorders ____%
d. Other (Specify) __ %
12. What was the socio-economic background of the students in the classroom where you
taught/worked? (Check all appropriate options and give an estimate of the proportion.)
a. Lower middle class ____%
b .Middle class ____%
c. Upper Middle class ____%
d. Other (Specify) ___ %
III. Please give your candid answers to the following questions.

a. How would you define diversity?

b. How would you describe the adequacy of the teacher education courses at your University in preparing
you to teach students from diverse backgrounds? Use additional paper if you need.

C What suggestions do you have that could improve the program at your University to better prepare you to
teach students from diverse backgrounds?

d. What educational practices at your College or University have contributed to your ability to teach
students from diverse backgrounds?
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Appendix B
Cover Letter for Students Returning from Student Teaching
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December 17, 2004
Dear Returning Student Teachers:
Welcome back! We know that this is an exciting and busy day for you, but we would appreciate
your cooperation in filling out the following survey. We are interested to see your personal views and
feelings on how Longwood has prepared you for working within a diverse population.
Your participation in this survey will enable us to obtain important information and the findings
from this study will help us to make necessary changes for the improvement of the teacher preparation
program.
Please be assured that your participation in this study is strictly voluntary and your responses (or
decision not to respond) will be kept confidential. We ask that you do not identify yourself on the surveys.
Your participation is important to the success of this project. We hope you have had an enjoyable
and educational experience here at Longwood and best wishes on your future endeavors.
Thank you.
Sincerely,

Dr. Rachel Mathews
Associate Professor in Special Education

Dr. Peggy Tarpley
Coordinator for the Special Education Program
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Appendix C
Cover Letter for Alumni
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March 26, 2005
Dear Alumna/Alumnus:
We, Dr. Rachel Mathews and Dr. Peggy Tarpley are currently conducting a study to determine the
adequacy of our teacher education program in training teachers for teaching a diverse population in the
school systems. Your cooperation and participation in this survey will enable us to obtain important
information and the findings from this study will help us to make necessary changes for the improvement of
the teacher preparation program.
Please be assured that your participation in this study is strictly voluntary and your responses (or
decision not to respond) will be kept confidential. We ask that you do not identify yourself on the surveys.
Your participation is important to the success of this project. Thank you very much for your
assistance in this important study.
Thank you.
Sincerely,

Dr. Rachel Mathews
Associate Professor in Special Education

Dr. Peggy Tarpley
Coordinator for the Special Education Program

